The present paper is based on the research project "(Un)easy returns home. The functioning of children and young people returning from emigration", the main goal of which was to investigate and describe the experience of children from Polish returning migrant families, and specifically to answer the question: What kind of challenges do children from families returning to Poland face when entering the Polish educational system? We conducted qualitative research taking into consideration four perspectives: children, adolescents, parents and teachers. In this paper, we focus on the most important challenges in a new educational context based on the narrations of children, adolescents, parents and teachers and dividing the challenges into three groups: purely educational, socio-cultural and emotional. Finally, we also discuss best practices which proved helpful for children's adaptation to the new environment and which may be used in the school context.
reporting that many of them struggle to become included in new settlement societies, facing discrimination, hostility and exclusion (Fassetta, 2015; McGovern and Devine, 2015; NíLaoire et al., 2011; Sirriyeh, 2010; Suárez-Orozco and Suárez-Orozco, 2002; katartzi, 2017) . Even though the body of migration research is rapidly growing, only a small proportion focuses on the situation of returning child migrants. Emotional functioning in terms of the return itself can be influenced by culture shock. whilst culture shock as a frequent psychological response to contact with a new culture is widely reported in the literature, the issue of re-entry culture shock (reverse culture shock) is a relatively rare research topic (Szkudlarek, 2009) . Both returnees and host institutions erroneously assume that returning to the home country will not be a problem or that it will be much easier than adapting to another culture (Black & Gregersen, 1998) . Frequently, people returning to the country of origin have an idea that they will return exactly to the same country which they left some years ago. They are not prepared to face the changes which have taken place in their country in general and in their immediate environment in particular. They are also often unaware of the different changes which they need to face on returning to the home country. For example, their socio-economic status often changes since, having usually earned more during emigration, disappointment can ensue as a result of lower income levels upon return (Szkudlarek, 2009 , by: Grzymała-Moszczyńska, 2015 .
From the developmental perspective, the claim that children experience the migration process differently to adults should not raise doubts. During a few or even several years of their life they did not have enough opportunities to experience demanding situations and develop cognitive and emotional coping mechanisms. Also, from a purely cognitive perspective, they may not yet have reached the developmental stage known as the formal operational period (Piaget, 2006 , by: Brzezińska, appelt & ziółkowska, 2017 . This is crucial for the ability to think about abstract concepts and imagine detailed consequences of behaviors and decisions, and may lead to greater culture shock after a change in living place. It is crucial to emphasize that when they associate the country of a parent´s origin with holidays and leisure time, they may not be able to imagine that after moving to this country they will have to go to school, do house work, or that they might lose close contact with their friends.
Children from returning families often experience migration as emigration to a more or less unknown country because only the migration of the parents is a return migration (Zuniga and Hamann, 2014) . Therefore, children experience their own emigration as a break from existing social ties, especially at school and in their neighborhood, and at the same time as a challenge because of the need to create new social relationships (Hamann and zúñiga 2011; Trumbull, rothstein-Fisch, Greenfield and Quiroz, 2001) . The perspective of returning child migrants has been introduced in research about "home" and "belonging" (Hatfield, 2010; Ni Laoir, 2010) , as a ritual of passage between childhood and adulthood (ungruche, 2010) and psychosocial well-being (Vathi and Duhi, 2015) . zana Vathi and Veronica Duhi (2016) report that returning child migrants from Greece to albania suffered from emotional problems such as confusion, sadness and stress-related symptoms but also problems with communication and education. Children aged 12 years or younger were less psychologically affected than older ones. This might be explained by the higher importance of the peer group during adolescence. Older children suffered from the breaking of social bonds with friends in Greece. A lack of language skills appears as an important and impactful stress factor upon children's ability to function in a new environment. This has been additionally reinforced by a discriminating reaction on the part of peers and teachers. The study reports that one of the strongest emotions experienced by Albanian returnee children was that of embarrassment at school, because of an inability to express themselves in albanian. Many of them suffer from isolation, as previously mentioned in knör's (2005) research on Germans coming back from South africa. Furthermore, research on the mental health of adolescents with migration experience report that this population suffers from emotional stress (Khouri, 2016) . Studies of children and adolescents returning from Sweden to Finland (Vuorenkoscki et al. 2001) have shown that the prevalence of mental illness, hospitalization and the transmission of infectious diseases was more frequent in this group than among the non-migratory population. researchers underline that differences in the incidence and number of hospitalizations between the group of returning migrants and the control group (each returning migrant child had been assigned to an age-matched non-migrant counterpart from the same class and school in Finland) may stem from the greater anxiety and stress caused by migration which contributed to the health of this group. Vathi and Duhi (2015) claim that not much research has been conducted on child migration in the context of family returns to the country of origin.
During the period of adolescence, a peer group starts to be more impactful than parents (Oleszkowicz, Senejko, 2013) . Therefore, every time children change their school environment they have to make new friends and say goodbye to friends from the foreign country. Children are more sensitive to changes than adults because they have still not developed the relevant coping strategies with such experiences. research on migration processes within child and adolescent groups is very complex. Both John w. Berry at all. (2006) and Peter Titzman and reichar Lee (2018) highlight the need to implement developmental considerations into acculturation research because those children simultaneously experience both acculturation and a developmental transition. Peter Titzman and reichar Lee (2018) claim that when those processes are not well differentiated, immigrant youth may be unnecessarily stigmatized (e.g., by highlighting the differences between immigrants and natives, even though they are in fact more similar than different) or may not receive the required support (e.g., when their specific-migration related -needs are not recognized). young and adolescent migrants simultaneously experience biological, social and psychological changes so these challenges related to the adaptation process are more complex (Graber and Brooks-Gunn, 1996) . Migrant children, after changing their place of residence, must quickly learn new cultural scripts in order to adapt to the new setting. The younger the child, the fewer scripts she has consolidated and therefore she can learn the patterns prevailing in the immigration country faster (Jurek, 2015) . It does not mean that child does not suffer from acculturation stress, which can manifest itself through various psychosomatic symptoms (e.g. stomach ache, headache), and emotional reactions (loneliness, disappointment with the new country, sadness).
Returning migrants in Poland: statistics
The exact number of students who return (or arrive) to Poland after a period of living and attending school abroad is not known. The Polish educational system provides support for children who were studying before in a different country. Children can participate in additional Polish language classes and extra lessons, during which children can catch up with subjects such as history, chemistry etc. [1] Estimates tend to conflate the number of Poles who return after a period of emigration to Poland and the number of children of Polish nationality who have enrolled in additional Polish language classes because of their insufficient command of the Polish language. The number of returning migrants in Polish schools is growing. However, neither the Ministry of Education nor the Main Statistical Office have collected the relevant data. School statistics are missing the category of children who have spent a significant part of their education outside Poland. The number of students with Polish origins who arrive in Poland and participate in additional Polish language classes grew from 280 in 2012/2013 to 1,355 in 2016/2017 . However, the data is incomplete, mostly due to the fact that the parents or the child do not always report their migration experience to the school and request additional educational help.
Some other pieces of research among the group of Polish migrant children in the uk have covered the following topics: identity development (Moskal, 2014 , kaczmarek-Day, 2013 , the role of cultural capital in adaptation processes (Moskal, 2016) , relations with peers and family members (Fox and Sime, 2015) , intergenerational learning of values and principles in migrant families (Sime and Pietka-Nykaza, 2015) , exploring the experiences of mothers bringing up children abroad from a feminist perspective (Pustułka, 2014) .
The project "(un)easy return home" was, to the best of our knowledge, the first attempt to identify the specific educational needs of children from returning Polish families and to better understand their functioning in the Polish school context. From the very start, the project was of a pragmatic character and its aim was to formulate recommendations for teachers and parents on supporting children with migration experience. To this aim, we gathered an extensive set of data and intended to diagnose the most urgent difficulties which such children are struggling with. In the present text we focus mostly on the diagnosed challenges in order to raise the awareness of teachers and parents about the potential difficulties which the children may face. we do not claim, however, that all children from returning families experience all of the identified challenges or that the negative aspects are likely to dominate the migration experience. We found this data relevant and meaningful during the analysis but as we did not implement quantitative research, we cannot provide generalizations for the whole population. It shows the experiences of our sample and indicates that, at least in some cases, the described experiences might occur.
Method Participants
In our study we employed a qualitative approach in order to better understand the experiences of children from returning families related to entering Polish educational system and answer the following question: What kind of challenges do children from returning to Poland families face when entering Polish educational system? In order to understand the experiences of children better, we decided to compare different perspectives (children, adolescents, parents and teachers), by interviewing not only our target population, i.e. children who came to Poland with their families, but also their parents and teachers (uprichard, 2008) . we tested 34 children (20 girls and 14 boys) and teenagers, 27 parents and 25 teachers. The discrepancy between the number of children and adults stemmed from the fact that in some families more than one child was interviewed and in some cases a teacher refused to participate in the study or was unavailable. The age range was 5-20 years (M=10,5 years; SD=3,39) but we decided to exclude the data collected with 5 yearolds and the 20 year-old girls in the analysis used in the current article.
For the analyses we divided our participants into two age groups: students aged from 7 to 12 were considered as children and students aged from 12 to 18 were considered adolescents. These borders also reflect the age of students attending primary school (from 6/7 to 12/13 years) and secondary school in Poland. 2 In the literature the boundaries of entering adolescence are not sharp -anna Oleszkowicz and alicja Senejko (2013) assume that adolescence covers the period from 10/12 up to 17-20/23 years old; they also divide the latter period into early and late adolescents, but we could not use this division because of the limited size of our research group.
The average length of stay abroad by research participants was around 6.5 years and the host countries were: uk, Germany, Italy, Switzerland, Belgium, the Netherlands, USA, Ireland, Norway, Hungary and Spain. 14 children had lived in Poland for longer than 5 years before the migration period (consequently, their arrival in Poland was indeed a return), whereas 20 children were either born abroad or emigrated before the age of 5, excluding the possibility that they might have had any conscious memories of living in Poland before emigration. The cut-off point of 5 years was based on existing literature on child amnesia (Jagodzińska, 2008) . all respondents met two criteria: they came to Poland no more than two years prior to the research and they had spent at least one year abroad.
Data and procedure
We conducted semi-structured interviews. The core list of questions was prepared based on an extended literature review (for sample questions see Table 1 below; zúñi-ga & Hamann, 2014; Hamann and zúñiga 2011; Trumbull, rothstein-Fisch, Greenfield and Quiroz, 2001 ) and was separate for each group (i.e. children and adolescents, parents, and teachers). However, in each interview the researchers supplemented the core questions with additional ones, following the individual participant's narration and in line with semi-structured interview methodology (Stemplewska-Żakowicz, 2005) . It helped obtain knowledge about the specific situation of individual Polish children from returning families. The interview guide of each type of interview may be found in the extended report from the entire project, while examples of questions used can be found in the table below. In case of the youngest participants (children under 9 years), the interview was supported with two additional tasks: the completion of a sketch of two houses by the child, namely one in which the child used to live in the country of emigration, and another of their current home in Poland; reading a short story about migration with a researcher, presented as children's story book (adapted from: Schubeck, 2000) .
Interviews with children and parents were predominantly conducted in participants' homes, whereas interviews with teachers took place at schools. Prior to the interview, participants were informed about the goals of the study, its anonymity and signed the consent form; in the case of underage participants, an additional consent form was also signed by a parent. Each interview was recorded and transcribed after the research session. Finally, the data was qualitatively analyzed using a thematic analysis of children's experiences (emotions, attitudes, events, observations) taking into consideration different perspectives (children, parents, teachers). We compared the narrations of participants within each group and then provided a comparison between the perspectives of each group. The tool which we used to analyze the data and which allowed us to conduct comparisons between narrations was the QDa Miner program (Computer-assisted Qualitative Data analysis Software, version 4.1.21). The code trees were based on each interview guide and extended when significant for respondent threads going beyond the guide appeared. As mentioned in the Introduction, the presented analyses mainly focus on the challenges and problematic issues revealed in the analyzed material.
It seems that the most important challenges faced by returning children and adolescents at Polish schools may be divided into three main areas: purely educational (related to communication skills and program differences), socio-cultural (cultural differences and relations with peers) and emotional.
Entering Polish school
Generally, the interviewed children were afraid of their first days at Polish school. In many cases, they reported that they could not understand what was happening around them, especially when teachers were not informed that a new student would join the class: then the feeling of being lost was experienced by both student and teacher. In addition, the behavior of other pupils was often not friendly enough. The situation was different when the teacher introduced the newcomer to the rest of the group or facilitated his/her integration with peer group, making other peers feel responsible for helping the newcomer. Then, they talk about this experience in a positive way. It seems that new students' feeling of comfort depended mostly on the skills, sensitivity and supportive attitude of the teacher but also on a feeling of being treated in a friendly manner and being accepted by at least some children from the new class group.
I mean, there was loads of stress, it was just as I had expected before; the stress was even greater because I had to go to the opening day alone and the first few weeks, the first month I had to cope on my own [3] . [boy, Germany, 15 
years [4]]
Some research participants reported that they felt lonely during the first weeks, something in line with previous studies which showed that returning children can suffer from isolation because it is assumed that they should be able to settle in without difficulties (knörr, 2005) and thus some teachers tend to treat them as any other "regular" native student with no need for being supported in the integration process within a peer group. The feeling of loneliness was more present in the group of adolescents rather than in the group of children.
Language
The most visible and impactful difficulty experienced by returnee students pertained to their lack of proficiency in Polish. This limited both their learning capabilities and the process of building relationships with peers. Most frequently, both children and adolescents had limited exposure to Polish language during their stay abroad -mostly at home or/ and (sometimes) at Polish Saturday school.
P: It turned out, the teacher told me later, that there were some gaps, because Łucja did not know the terms in Polish, she did not know that "to subtract" means "To subtract", she used to speak "less" or "minus", so when she finally mastered these things, it turned out she is great at maths and her only problem was with text tasks where she did not understand some words and this actually happens even now. [mother, girl, UK, 6 
years] [6]
In most cases, it was limited to the colloquial language used in everyday communication. Students admitted that they could not understand specific terms related to school subjects and found it difficult to comprehend teachers instructions. This problem was frequently overlooked by teachers and sometimes even by parents, especially when a child was able to express herself fluently in Polish and was able to communicate effectively. In schools abroad (in western Europe and North america), teachers do not pay as much attention to the style and technique of handwriting, so after returning to Poland, students needed to invest much effort, patience and time for developing their calligraphy skills so that their handwriting was accepted at school. Beside the writing problem, adolescents spoke about difficulties with fluent reading in Polish, learning from Polish handbooks and especially understanding poetry and set texts in old (sometimes medieval) Polish language.
As educational and psycholinguistic research clearly shows, communicative competence cannot be equated with Cognitive-academic Language Proficiency (Cummings, 1979) , and only the latter comprises all of the requisite skills required in school, i.e. reading, writing and comprehending complex texts. Last but not least, as research with returning children migrants mostly from Great Britain and uS to Ireland shows (Ni Laoire, 2011), it is mainly accent and perceived nationality which are markers of difference in peer networks, and can be used to stigmatize and exclude return-migrant children. In the Irish research, children felt marked out as different by peers or being bullied because of their different accents or for not 'being Irish'. In the Polish context, children were called names coined in relation to the nationality of people in the country of their parent's emigration. We will focus on this aspect in respect to Polish children in the later part of this paper dedicated to relations with peers.
Other educational challenges are the differences in school program between Poland and the former country of migration and the lack of sufficient support provided for returnees students by Polish teachers. This is particularly visible in the group of adolescents who return after a few years of studying in another education system.
School, well, it was quite a burden, it was still a completely different system, more subjects, much greater requirements, and this language barrier. Although he did not have problems to communicate, he had great problems with writing and reading, he still has. (...) I had problems with school since at the beginning I was reassured that the child of course would get special treatment. We even came back in April and I fixed it with the school that he would go to school for two months to adapt to the system, to see how it worked, to make friends, to avoid a situation that at this fourth grade he comes and it is all such a surprise "what am I doing here?". They noticed during these two months that he had some difficulties but even the headteacher admitted that she had neglected it then because he had his special rules. And in the fourth grade serious problems started. For example, they did not consider that he was not able to copy something quickly. (..) Yes. And that for example, orthography, grammar, he does not know what is it about and he needs more time to learn this all. [mother, boy, UK, 11 years] [9]
In many countries, compulsory school education begins at the age of five, therefore in some cases children repeat the material previously acquired during education in the country of migration. as a result, students sometimes became bored and discouraged. This mainly relates to the situation of children who had attended a higher grade at school in the country of emigration but were assigned to a lower grade in Poland because of their age. a particularly difficult experience pertains to the situation of students returning from countries where English was the first language of instruction. Their command of English was much higher than that of their classmates.
Of course, it is all because of the educational, program differences. I mostly teach history and I can see that the boy needed to catch up a lot. And I can see that his situation is difficult because the program differences are not only here, not only in history.[teacher, boy, Spain, 15 years] [10]
At the same time, children had problems with subjects such as of history, mathematics, chemistry or biology because of a lack of knowledge of relevant vocabulary, as well as differences in program content in other education systems. Program differences were especially stressful and important for those students who were to take final exams (after the respective school level) soon after coming to Poland and had to catch up with a lot of content in a short time.
Fractions, that was the worst thing. Fractions were difficult… Simply, it was something we did not learn there and here they already knew it. Surely the nature was something easy, we worked on topics I was already familiar with, so finally it was more like a revision for me. And art, and music. The first lesson in history, an additional one, simply started with this Polish history, like the kingdom and stuff, and at the fifth lesson I already had the program from the sixth grade. It was quite difficult. And actually it helped, I was not worried about this. [girl, Italy, 12 years] [11]
The excerpts above clearly reveal two main areas of educational challenges: difficulties with Polish language as the language of education and curriculum differences. Although, both may seem obvious for the sensible reader, some teachers of our participants proved to be unaware of their children's needs. Based on interviews, with parents we may conclude that children are usually able to catch up pretty effectively if adequate support is given. Some of the parents decided to provide private lessons for their children, but obviously not every family may afford relatively high and usually long-term expenses.
Socio-cultural differences
Secondly, returning students often encountered significant socio-cultural differences, both between the school organization (such as the grading system, formal aspects of the student-teacher relationship, attitude to plagiarism etc.) and also in the rules of how to function within a peer group. Sometimes, because of both cultural differences and an insufficient fluency in Polish, they experienced discrimination from the peer group. This was described previously in Ni Laoire's (2011) research, which shows that some children's pronunciation and other aspects of their behavior which apparently diverged from the school norms sufficed as reasons to be mocked by schoolmates. In many cases, the children were excluded from the peer group because of a lack of familiarity with local norms and customs. As our research shows, it was easier for children to make friends rather than for adolescents. another challenge resulting from growing up in a different cultural context is the lack of knowledge of the rules and binding norms at Polish school, especially those pertaining to teacher-student communication. Even though some children who participate in classes in Polish Saturday school can be aware about the atmosphere in Polish schools, many children need time to learn new rules. Also, teachers reported that they needed time to understand some of (returnees) students' behaviors. One example of such a behavior was addressing the teacher by their first name or giving her a handshake as a goodbye, which in Polish schools can be treated as an undesirable attempt to reduce the distance between student and teacher. Such behavior in the Polish context can easily be labeled as an "impolite behavior", as well as being a source of conflict within the peer group.
At the beginning, the children had some English influences and it was difficult for them to use typical expressions like " Sir" or "Miss", they as we (Szydłowska et al. 2017 ) previously described in an article on the discrimination experienced by returning child migrants, it is related to the cultural dimension defined as power distance (Hofstede 1980 , 1983 , for: Matsumoto, 2007 . In countries with a high power distance, the teacher is treated with respect, for example students get up when the teacher enters the classroom. The teacher is responsible for the educational process, all forms of communication are initiated by the teacher and any behavior which might be interpreted as undermining the teacher's authority (for example, a handshake or calling the teacher by their first name) is unacceptable (Hofstede, 2007) . The low power distance implies a partner type relationship, the student is the subject of the educational process, his or her opinion and initiative are valued. In German-speaking and Scandinavian countries, as well as in the united States and Great Britain, the index of power distance on the scale proposed by Hofstede is much lower than in Poland and these are all countries from which Polish families often return. This can generate various misunderstandings, both in the relationship between the child in the returning family and the teacher, but also between child and the peer group.
Differences mentioned by children, adolescents and parents were also related to the dress code, the amount of homework and the standards of evaluating children's work.
So we came to school at the first day and we learnt that uniforms are needed and all. So I did not have it on the first day and everybody knew I was new. They gathered around me and they said "hi, I am this and this" and so on.[girl, Norway, 16 years Parents were very often critical about the methods used by teachers in Polish schools. This applies both to the teaching techniques and the organization of additional activities. Some parents pointed to the lack of cooperation and sensitivity of teachers and school management for the specific problems and needs of the child. The most frequent complaints pertained to improper instruction methods, described as archaic, schematic and destroying the natural curiosity and creativity of children. For example, some parents regretted that Polish schools did not use project-based methods which allow students to integrate information from different fields. at the same time, according to parental experiences, children generally had limited options to continue learning foreign languages at an appropriate level. Another perceived problem was too much of a narrow focus on test results and competition between classmates rather than on overall child development. At the same time, some parents clearly emphasized that they appreciated the Polish school more than the school in the country of emigration, mainly because of the level of instruction, the emphasis on students' work and learning rather than on spending time on play. Finally, it is worth noticing that most parents assess individual teachers better (contact with them, their help addressed to the child, adapting the requirements to knowledge and the child's skills) than the educational system in Poland as a whole.
Emotional challenges
The third group of challenges related to return migration -emotional difficultieswere mostly reported by parents. In the literature, individual differences in emotions experienced on return are mentioned as well (Vathi and Duchi, 2016) . For some, the process of moving to Albania was not quick but for others it was sudden and upsetting. Previous studies show that (Ebata et al., 1996) when participants had the motivation to migrate -more evident in cases where parents had transmitted the language and held positive opinions on Albania, or among those who had experienced harsh discrimination in Greece -they did not show severe psychosocial consequences upon their return.
Similarly to the previous studies, children and adolescents from Polish returning families talked about ambivalent emotions. On one hand, especially in younger children, we observed more positive emotions (happiness, joy) as a reaction to moving closer to their extended family. On the other hand, the narrations of adolescents showed the tendency to experience sadness related to the loss of their social network and daily routines in the country of emigration. The emotional background was recognized and described by both children and parents, but children were more willing to report positive emotions than difficult ones. Struggling with school and social challenges in most cases proved to be a demanding task which, together with the stress evoked by leaving the former familiar environment, school and friends abroad, caused mild or more severe emotional distress and adaptation difficulties in many cases.
I remember that Stas had a period of bed-wetting, Lidka was anxious after returning to
Poland [19] . (mother, UK, boy, 7 years and girl, 9 The influence of the child's emotions on their functioning in school rarely appeared spontaneously in interviews with teachers, and so the issue needed to be explicitly raised by researchers. It seems that it was much easier for teachers to refer to purely school problems, such as language skills or differences in educational program. This may indicate difficulties in diagnosing children's distress due to teachers' insufficient preparation for meeting the needs of children with migration experiences.
Discussion
In the present paper we decided to focus on the challenges experienced by migrant students in the school context and also to "give a voice" to our participants themselves and allow them to speak about their experiences in their own words. Although the overall picture may seem excessively negative, this is precisely what the families who voluntarily participated in the project decided to reveal. It is worth noticing that these were examples of children who had ultimately adapted to Polish educational environ-ment and remained in Poland. We were unable to reach those families which decided to go back abroad. As explained in the methodology section, the recruitment process could not be randomized and as a result we certainly did not reach families representing the entire diversity of possible migration experiences. In order to shed some light on the rather dim picture emerging from the project, at the end of this paper we briefly discuss best practices recommended for teachers working with migrant students.
an analysis of the interviews points to differences in the experiencing of a return (arrival) to Poland by children from the different age cohorts. The role of teachers and parents become particularly important in the process of coping with migration by children (7-12 years old). as we can observe, all of the participant groups (children, adolescents, parents, teachers) admit that children from returning families were entering school in Poland with insufficient language skills and limited knowledge about the cultural norms in the Polish educational system. Therefore, some of them say that they experienced low marks and critical comments from teachers who did not seem to be aware of their difficulties and this was related to experiencing sadness and anger. In the long run, we can suppose that it may result in student's struggling to develop a sense of competence and to meet the situational demands. without support from school, they may develop a passive attitude and low self-esteem which in turn would make integration with their new-old country and environment even more difficult. On the other hand, children who felt supported and welcomed by peers and teachers felt better and it took them less time to identify as a part of the group. a proactive teacher attitude, up-to-date professional knowledge (regarding the psychological aspects of migration and ways of supporting children and parents with migration experiences) and sensitivity seem to be most constructive ways of overcoming or even partially preventing such difficulties, consequently helping the returning students to build a sense of self-worth and allowing them to cope with the numerous challenges effectively.
For adolescents (12) (13) (14) (15) (16) (17) (18) years old) whose family return to Poland took place during their adolescence, the main problems were: lack of belonging and becoming a member of the school and peer group. They felt abandoned and lonely and needed a relatively long time to make friends in Poland, which was even lengthened by their lack of language and cultural background. In general, and in line with previous research (NíLaoire et al., 2011; kathartzi, 2017; Vathi and Duhi, 2015) , members pertaining to all groups (children, adolescents, parents and teachers) admitted that participants experienced discrimination because of their level of language (in)competence or any real or imagined "otherness".
As we can see, language plays very interesting role in the adaptation process. Even though the Polish language which children learned mostly at home or at Polish Saturday School represents a bridge between the old and new life, and purports to facilitate the integration process in the new country, in a new school and with school mates it sometimes in fact evokes discriminatory behavior due to the different accent or errors made. as the research shows, some children suffered as a result of their incompetence in Polish, not only because of problems with the language of education but also from the reaction of their peers, which caused feelings of shame in a manner akin to that experienced by albanian returning migrants (Vathi, Duci, 2015) . In our case, adolescents who had spent the majority of their schoolyears in a different educational system suffered more as a result of these language imperfections (sometimes they felt ashamed when asked to read aloud during class or had to interpret a difficult poem) than children, who were able to catch up on the vocabulary related to the language of education in an easier way, together with the requisite cultural scripts (Jurek, 2015) . On the other hand, as Ebata et al. (1996) claim, in cases where parents had taught the language and held positive opinions on Albania, the psychosocial consequences upon return to Albania were not severe.
although extensive and complex, our research project still seems to be only a first step toward recognizing and describing the reality of migrant children and adolescents. Based on the already gathered data, we have formulated a list of recommendations for families (parents and children) concerning preparations for the return migration and the best strategies for coping with likely challenges during the first weeks or months after starting school in Poland. we also prepared a compendium of basic advice and further readings for teachers in order to help them to prepare for working with students who have different migration experiences but also about the ways of raising the awareness of host students about the needs of children with migration experiences and ways of preparing the host group to receive and welcome "newcomers" (both may be found in the final report from the project, Grzymała-Moszczyńska et al., 2015) . In this research project, which was the first dedicated to the functioning of children from return Polish families in the Polish school system, we found out that there are many topics which should be taken into consideration, both by parents when they are planning to migrate and by teachers when they welcome a student from a returning family. undoubtedly, there is a great need for further, more specific and/or longitudinal research, both in the psychological and pedagogical arenas concerning the topic of school experiences and the mental health of children from returning families.
Best practices
as a postscript to the present paper, we decided provide a list of recommended practices that help migrant students adapt to their new environment:
-an introduction between new students and the group facilitated by the teacher -involvement of other students in the welcoming process -peers can show the school to new students, prepare a map of the school or just be open to help and sensitive for new students' needs (the teacher can also try to provide workshops which raise intercultural sensitivity, developing empathy and tolerance rather than discriminatory behaviors and attitudes)
-sharing knowledge about school rules -they may be different than in other educational systems (for example: dress code, punctuality, eating and drinking during lessons or between them, communication with the teacher) -giving children opportunities to share their unique knowledge gained abroad with the class, for example about the culture and foreign language -asking discreetly whether a child understands the task, explaining the instruction in simpler terms when the child needs it, it is also recommended adjusting the tasks for children's needs -before asking a child to read a text in public, it may be helpful to diagnose his/ her reading skills to avoid uncomfortable situations for the child -the recognition of passions or talents by teachers may be helpful in developing a child's strengths (this may be knowledge of a foreign language, knowledge about the migration country but also a musical talent, sport skills or specific interests in math, history, geography) -keeping in close contact with the parents -they are the best source of information about their child
